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L ’///gegﬁnning Reading: &hedéy and P?actlg\j\\ R

yone who knows the li:erature on beginning reading is\?§§ced

- T T . g e ———————

“conclude “that ‘much stnll needs-to be learned about whatlf“isandhow

. &

be taught. Those who knowuthe literature and are also aware of what goes

/ts ould

.- . - 3 'Y - X3 *
—OR--iR-classroons must face up to another inevitable conclusion; gamely, -

R Rt g

“to reflect what“"‘known;;;:‘;‘“\_\“hh ,
-

What is known with certannty IS meager. Even dqstriptlons .of. the very

' the}fa{]ure of -¢¥

nature of the readxng process tontinue to'be characterized by dlverSIty

rather than agreement. Within the framework of one copception, for example, -
- T :

reading is '"bottom-up' processing. Acgording to this intetpretation, the

. -

4 S O\ »
reader.starts with letters and, as he 3ttends to them, he begnns to have .

expectatnons for thewviords they will s ell.. As he ident:fues the words,
he has further expectatlons for how they will, be’strung together and what

1 |
game" in the sense that a' reader s knowledge of lang
i- - ) |

< suggests certain hypotheses that are tested--that i35 accepted or rdjected--

<

lage and of hig world

v

against what is printed. According:to this interpretation, reading i

-
“

"top-down'' processing, ' # .

~ 0

. -

-

Ft, 1976) Fr m~suc o

* |

readnng as an essentially lnteractlve process (Rume

- N\

\
a perspective, top-down and bottom-up proces! ing are

:
3
en to occur si uti-

‘s.)

taneously, at least for a sktlled reader. his makes.sucCessful adin as

P, o

LThis'article originally appeared in the Jaruary, l§78 issue of fanguage
Arts, and is reprinted with the permtssnon f- the Nationa] Counci}‘of

_Teachers of English. - . - ,- I

L ¥ . 4

. . Al
. !
. .




-

_dependent upon the information that is in the reader's head as upon the

!

information that is in the text. Comprehension will be obstructed,

- .
—_— - - — - — »-- ~

lacking. ,When it is, the proficient reader finds a way to gohﬁéﬂsaté;'

1 -
He might pause and sound out a word; or he might rely on t%p-down processes

to golVe.the problem. In the latter casé ke might deduce the meaning

: 1

,'of the troublesome word from contextual information. Both types of 50
lutions are regulaFly used by skilled readers and both contribute to their

success. When either top-down or bottom-up processing is followed to the

. ~

~. extremé, however, problems arise. \

>

. ~ The danger Qf relying too heavily and exclaéively on top-dowi .

. , ] . :
. processing is obvious." Balance between thewinformation that the reader
L . _ " . “‘\\ e .
~ \ L
brings to the text and that which the text should provide is lost. To

the extent that guesses are piled upon prior guesses the individual is
: ) .

. - not really reading in any useful wgy. -

a@

. Relying too exclusively on;what is printed may also create broBlems}

. s ’

Because the human.mind is a limited pfocessor, attention directed to de-

\\.. codiﬁg means t&ht atténtfén will be taken away from other things-~from

what previously identified words said, .for example. Limited proceséing
<4 .

\

- capacity is'an especlially critical problem for new readers since many of

- the necessary subskills are.not yet well learned and demand coriscious
. . ' ! L ! - ’ - P
Tttt -ees.c.attention.

- Y )

T e e
f

KN ) The rqmain#ng“sedtions of this article will consider a number of
- ' problems that Pesgt beginning readers and will point out what they indicate
. “ .vx:,\. - . - . -~ ’."

13 . B ‘_. 7 N . . o

b j .for reading instrustion. . . . - .,

Yoo T —~ ATIRP.
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" therefore, whenever a critical skill or a critical_piece of knowledge is




P}‘ . ”'—;_:' ) _';__:‘ - /' : 4f ’ ‘ .

.
" e - . " B /'3 -
) . R

Decoding - - < ’ ' o

!LK* For everythnng to work together in a smoothly coordinated way, readers

| musg\ndentnfy words automatically. Beglnners, howevef are still worklng

T mmmr e m e s A e v h e —— e = - -
- - - - -

©yoon that~requurement. To assest them, phonics is taught. Ideaﬂly, it nll

/ ! 32

\ be taught nn a way that concentrates on patterns of letters snnce it is N
- ,\" ’ <

i « ' -~ patterns, not individual etters, that suggest pronunciations. Although

instructional materials now highlight patterns, some teachers continue to

teach decoding skills as if decisi about a pronunciation can be made

-
‘

letter by letted/ The persnstence probably refsects the fact that the use .

of -new materials is .often affected by old procedures and hablts.‘ Such an

e .

explanatloh seems reasonable since maternals of the past commonly assi gned

~ \ I
. ¥

- : unmerlte Tportance to ipdividual letters. - -
. Materl s of the past also fa:led to underscore the need for flexnble

-

application f‘what is taught in phonics. More specnfucally, they’fanled

to portray decodxng as a type of problem solvnng that does not begln wnth a

- ready-made an%wer—but; rather, seeks one out wuth the. help both of a word's

spelling and of the context in which that word is embedded. Teachers«Qho‘ﬁ:'

keep this in mjnd will steer away from having chderen decode words pre- N

~—~ sented in lisﬁs and, nnstead w:ll move toward practice that concentrates\

@

on unfamiliar words placed in/ sentences. Practice (of the r1ght klnd) ns‘&
'7 "

N
L

' important because it is only rapld decodlng that assfsts wnth ‘comprehension.
~ Although some might t7é

e it for granted that ch:ldrer get sufficient

(. >

- s

-

N
and prolonged practice in ecodlng, classropm observatloz% Teveatl somefh\ng
o b
0 N

else. Once glossarnes appear in~books--thns otcurs at

-

‘ : fourth grade level--”Look/it up in the glossary” iis the directive chnldren

- commonly receive.when they are having trouble withua ew or‘forgotten word.

- 4;3'{

ut the thlrd or ~.
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«

While nobody would deny the value of their knowing how to use reference )
“ ) S ,
materials like gJossaries and dictionarles, nobody ° could deny either that /// .

-

it makes llttle sense to spend Fuge amounts of time teachung phonlcs in
. ——— e . .

the primary grades "if what Is taught there-is- put-on~the sheMf -in -sub-- ~'f T e e e

. + . ’ B
) e » . ) - ' i . [ d
sequent: years.‘ : . . . L ;o
o ’ ! : . - : /
]

. ~Anyone teaching ‘phonics also needs to keep in mind a point made ear]ier£'~

. . ,
-haﬁeTy;"tﬁat'tﬁe*human mind is a limited processor. Because it is, a/ o #

r ’ . ——

reader s processing capac|ty can; be so taken up with soundlng out a ord

that he may block on previously |dent|f|ed words. The .meaning of thTs for

»

.

teaching is c}ear:' Have children habitually reread any sentence in~7hich

e ¢ . N
« a ''worked on” word occu?s, once that word ha been identifiied. Only|in this

N —

way is comprehensuon of the'sentence llkely Simultaneously, the sahe habit P

A%

should d|scourage word~ by-word readlng, somethlng that hardly proTo es : i
_\ a - . ” ‘ .o ’:‘ a‘\ . / - .'

\ comprehensuon. - o »/ R

. : v
R "

i‘ Anyone |nterested in promoting comprehensnon needs to know about _syntax.

\\
. ol ' - - |

) Consequently that topic fs d isc ussed next R i - L

‘ o , ’ ,
§yntax . . L ‘ o f
- - . T

//’ Syntax refers to the order of words in a phrase or sentence. Such order

e-

is sugnufugant because Engllsh is aqpo51t|onal language. That lS\-it relies -

»
heavily 'on word order to convey meahung Consequently, to change order.ls /j

to change meanung Expressions like off day:and day off effectnve}y demon-~

> - :
strate this. -

' . : e .

» e ‘ A N . .
The dependence of meanxng‘on word order |ndicates that even though a.

child's abillty to decode is |mport$nt for readlng, it |s not sufflclent for R
N N P &A' -
*success. That decodlng nght be sufficient ‘is associated with a conception

‘ .

xof'Writing that views nt/as being no more than cuphered speech According

Do Y / , - _—
.'A .; . \ﬂ \ . , - . P ‘ N .
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" to thi's view, if-children can learn to translate prlnted words into their
‘a‘- ) . - ’ ’ T e .
spoken equivalent,ﬁthe.prob)em of reading is solved. All that's needed is
the "applidation of preViously acqulredrlanguaie skills to the declphered

[N . L

‘;_téxt:_ Why,such a vuew is an overly snmple and mlsleadung conceptlon of ]
: e g e

e —

a ., 4
.reading can be explarned in a variety of WJ;S°

’” ‘“

jal \ -

~first of all, there is good reason to ‘question whether béginni;ﬁ'
readedf have 'as much competance in oral language as is often claimed. The

freguent assertion, that chaldren enterlng school have mastered the exceedlngly

complex stthture of our language is based on the fundlng that, even "though
$ Lt

k]

adult speec/ his own speech does reflect all of the basic syntactnc )
3 | ,-z% : ‘,

¢
transformatlons Concl dung that chnldren have mastered syntax because they
\ | i y

.can use-basic grammatnce\ strucﬁures is, however, a luttle 11ke- descrlbing

+
.

someone as a grand master 'simply because he knows the legal moves, of the N

« &7 A
chess pieces. Not to be oV, rlooked, €ither, is tte evudence whlch |ndncateS‘
. ' < .. o
that chuldren\contlnue to ma&e substhntual gaunsqan their ability to use

-~ ! \ v Ky 4

. But, lettsxsuppose:that a child does have the syntactic competence to _

¥

interpret a given sentence in spoken.discourse. Can it:automatically be
assumed that he will ﬁﬁﬁq{stand it if ituwere written? Our answer. is ¥Not

necessarily' for the following réasons. ‘ K .-
v
- Ordunaruly, spoken language occurs in a_ rich context of external events

‘
N |

)
that grov1des comprehensuon aids not found on the prlnted page._ 0r, to .

.
.

. p\\>thxs dnfferently, the speaker is far more helpful to the l|stener than

is the author to the reader.' Furthermore, when peaklng fluently, people ~.

S

FES
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. tend to restrict pauses and breaths to syntactnc boundarues. They neuther/ .-
/ B 7 oL
/ speak as if every word were followed by a ¢omma nor do they move breath-~
4 . //

lessly on in an attempt to say everything at once. lnstead, they provide

L a ltstener wlth temporal cues that help wuth comprehension because they )

- —em e et e m e mn e o e et S s,__ it e m e oL

indicate meanlngful units of ‘words. Apparently th//lnstener depends oh ’

/
these temporal cues for when they are distorted, comprehenSlon suffers <;1f )

(Huggins, 1977). | v
- Conxrasted with spokén language, written discourse is stingy in the

- : . , - ’ ¢

help it offers a reader with syntax. Replacing the obviously helpful pauses

of oral language'is punctuation, but it is a poor substitute if only because

it comes too late. The reader is pretty much on hus own, then, as he

attempts to group words. into such necessary unets as phrases and clauses. . ’ -

And unless he can recover the syntactlcﬁstructure of'a printed sentence, it -
’ .

doesn t matter whether he does or does not have the syntatctic competence to ‘ ‘
R . . ' N 4 .
understand its oral equlvalent. , . ) ‘

‘ ' . ' A_
R "Io the‘extent that_the_processes of identifying the syntactic_units_of ) _/

4
»
- - '
\

, a sentence are unique to readlng, we mlght expect themfto be a problem for

B

/
the beglnner. 1t is hardly surprising, therefore, that studies of‘beglnnlng
e ‘ . ) .- -~ R
read_ersl troubles have identified the failure to sample written material in

LS

phrasél,units, and the tendency to indulge in many‘more fixations per line

; o?\the text than dosmature readers {Levin and Kaplan, 1970 Kolers, 1976) )

K

The fallure of beglnners to organlze sentences into phrases creates

N - « >
N g

memory problems, hepce comprehension problems too. This is ghé case since

it is the meaningfulness of a series of words that-allows a listener or a -
] (3 , ‘ ra ~ -
> reader to remembér‘ hem. Recalling ran, boy; little, to,-schootl, the, ‘for- ?ﬂ\




.

'exaﬁple,_is far more difficult than reﬁemberlng the very same words

- .

presented in’a meanlngful order }‘ke the little bgy fan to school’s o

r <

- The indisputable lmportance of gettlng an author s words organlzed'.

into meaningful units if they are to be both understood and remembered

“raises questions about some common classroom activities. For example, v .

R N - . - \

- word-identification practice that is routinely carr{ed on by having :
. . : B . , e
children read individual, isolated words,(flashcard practice) is hardly
likely to foster the type of prooess]ng‘that the cohprehension of

sentences requires. ‘Raising a question ‘about this type of practice,
N _ however, is.not to question practice itsé!f. To the contrary, for one, of
’ the com@on problems found anong poor reaé?rs is'the.inability to identify
/, -" word;Jsufficiently quickly. Sugh aoproéiém is not remedied with less .

practice ’but, rather, with different and better practice. Better practice .

T would ‘have children concentrate on connected words (the girl, on the

'E table), nat on isolated words'(the;‘girl on, the, table).

< 4

- Another common' classroom actrvrty cal}ed 1nto questlon by the im- . A o

g e e e s

ot - ne" ’ . / - °
. \ ''round sobin' reading. This is the procedure in which one child reads aloud
\
. / -
whtle ‘others in his group are expected to follow the same maternal silentiy.

~ - -

2 Ahyone who has observed the procedure soon learns that, at the beglnnnng

level, oral reading is of the,halting, word-by-word kind. As such, it

hardly provndes an. ideal model for anyone who is attempttng to*put an author's -

- " words together in a way that wrl] assrst wnth understandnng them. §
N ps :
The great emphasns put on oral readnng nn'ihe prnmarxmgrades might also

r
—-— v s

foster other problems related to ‘comprehension since it portrays reading

4

e portance of segmenting a .sentence tnto meaningful parts is the one called l
|
\
|
\

“as a performing art Tather than an effort to understand what an author has

- - °©
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written. The erroneous pdrtra?ﬁl is undesnrable because it could inhiblt

+ N
young readers from’ arriving at the understanding that reading is not saying -

something to another. but is, lnstead, getting something from another.

Further thferences between%Spoken and ertten Language

Still moreidtfferences between spoken and written language need, to be

d -

kept in_mind because they also help to'pinpoipt the special requirements of

—_ S

success with reading.

-

One very sigrificant difference has to do*with the setting in which

. childrep acquire, use, and respond to oral.language. Setting, in this case,
Y
‘refers to such nonlanguage '‘extras'' as shafed- experiences, gestures, facial
s >

expressions, and pointing--all of which offer consiéerab]e assistance with

. - M o LN ©
oral language comprehension. In the face of written language, on the
P . . \ ’ . o>
other hand, a“reader has noextra-linguistic contexts. “Instead~ he must -

t

construct mental contexts from clues that come from the printed page and
e
from his/her knowledge of the wqud.
1

\For beginners, constructing the necessary contexts can be ditficult.

SN .
Since\writers cannot do such things .as point, referring expressions (words
. . )

like' this, that, here, and there) may %;Tincomprehensible and so, too, may

: ® ‘o .
T thesintended referents of certain words. To illustrate/tgis,:consider a :
: [ 3 " . ‘ ///// ° .
'simple' sentence tike, John said to Peter, ''Come over to my house tomorrow."

= If a child heard-this sentence, he or-she wauld’understand that my referred

N ¢ P ..
» to the speaker and that tomorrow referred to the day after the utterance.
r T o -
“ To read the same sentence, however, my has to be intgrpreted as meaning John's
. S

while tomorrow has to be interpreted as meaning the day after John spoke to

-Peter. For a child, these necessar§ changes in perspective may not be easy*-

at least not as easy as we commonly assume them to be.

. " * Coe

ERIC + 0 '

-4°
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- A
- . S|nce fnctnon characterlstgéally requires a reader both to estabfnsh -

. f . s
2! and Shlft perspective, the traditional practlce of using stornes/to teach

»

.
. v ‘ e

- beg;nnlng readTng may beté faulty one.- Admnttedly,'authors of theueasy -

readers make generous tise of pictures; whlch should a|d chlldren in construc-

‘ ting the mental jontexts that comprehens:on requares. However, puqtures ‘can

« « lead to other pfroblems; ndmely, a reliance on pi Etures 4nstead of ‘on words,

and, secondly,

.reduced motivation to read a story since the pjctures tel]‘wt.
. R -

)

Etill/moFe problems that face the'beginner in reading have to dp with

Aﬁ/need to understand the meanlngs of words. Such a need is verified not

~only by the application of‘common-sense but also by test data. Over the. =~ . .

years, forvexample, a persistent>research finding has:pointed to the close ‘
) ; ’ :". ¢
association'that exists between scores on vocabulary tests and scores on ' .

measures .of reading achievement. -
Research data on vocabulary itself agree with what js>found-yhen clagsr"

. _I : . .
- rooms are visited; for, wheén they are, generous amounts of confusion about L
N '

meanings are revealed (Durkin, 1976). Chlldren as advanced as fourth graders

have been heard-to define border, (in the context of "South of the Border'!)

R .
« ¢ »

_as ''somebody=who lives with you but he's not your family.”.'ln”earlier grades,

!

. bold has been explained as meaning “n?t baving any . hajr on the?kop‘of youy #
* . ! "

b - head" whereas canyon was described as ''a big gun that you use,ﬁn a war."

.

Research data/;pcover vocabulary problems that are more subtle and )

* hldden. One study, for .instance, revealed” unexpected compllcations in

-

acquirnng correct meanlngs for words like 9&v take, ng,,and sell (Gentner, C

1975). At first, children assngn equivalent meannngs to glve and sell -

and ‘to take and buy. Only-later.are/they able to deal with a second




v
~ .
£l

- . ) Ty

J.\ « . s .. 13 s ‘ $
ion of’heéning for sell and buz_(the transfer of money) , which a]lows
“for 7/stlnctfoﬁs/between glve and serl, and between take and 951’ Other/ .

o & -
studies report well-known findings; for |nstance children's tendency to

o

overgenerallze and undergeneral»ze meanings.- - lnntnally, fOr examp

\. -

word like brother nncludes all male children. but no mgle adults, Only with .

. the accumulation of experiences does the true neanlng come through. ,
- - 5 Meanings for words that are in a context can create even greater pé@b-’

~
.

: "‘ b. Y - < - .
- lems; for, now, children must move from a wide range of’possnble meanings

" - -* to the one that fits the context. Often, knownng ‘what does flt requures

N

. not only a knowledge of that range but also ‘the abllnty to infer what is

only implied in the context. At times, background knowledge:ls anf 2

» . Nyt
! ot :
-

additional prerequisite for success. o . - i .

<

What all this says to teachers is crystal clear: If each child's

» ' . ~

vpotenbial for reading js to be realized, ‘attention to listening-speaking - .

a ~

vocabularnes must be viewed both as a serious and a ‘neyer- end|ng responslblllty
A

3 N y "

Text Qrganization

Just as word=by-word reaﬂlng'thwarts comprehenslon,gso too does sentence-

| by- sentence readnng slnce relatlonshnps also ex:st among sentences. Generally,

\ -

classroom nnstructnon fnrst deals wlth Sentence relationships through the .
N
+ avenue of sequence. What*ﬁappened first? -What happened next? .And- then what

L ~

happened? “These are frequent querles when, a selectlon ls being discussed.

; ) ra Relatlonshlps other than«sequence however, are common in writtep discourse

o

and cover such thlngs as causeLeffect relatlonshlps, explanatnons, elabo-

5 rations, examples, exCeptlons, contradlc ons, and conclus1ons. L . ,
V°‘;\ Even thou h comprehensnon depends u on success in lntegratlng |nforma, .
. ' . ] P
tion across sentences,{;eseatch on thls‘toplc with primary grade chlldren is
l . ~ j P C b T, . :
. ‘ /,\\‘/ . | _ | L

] , . |
- s I3 i
, - - l . > )
- ‘4 - -
i . - .
, .
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N
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an

£

practically nonexistent.

4

11

— N

Nonetheless, based on the best evidence available,

it appears that children have a great deal to learn about inter-sentence

relationships.

L3

3
*

——

k)
.

\

Authors offer help wnth nnterrelatnonshnps through the way they organrﬁé

what they write.

[ v b

's
-indicates what is to come whereas a su
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between, headnngs and subheadlngs suggest wha} is maJor, what is minor, and
what!relates to what. Exactly how pramary Zfade readers use such organiza-

t|on41 alds is unknown; for,
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is lacklng ~“In this case, the
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excejsnvely generous use of narratnve ma;frtal in the early grades may be

one éxplanatton for the omission.
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‘if“The structure bdnlt into written

kind that affects what is comprehen

JS what is built into the reader hnﬁgelf in“the form of expernences and
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s artncle, quce
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ader brin@@ to the page is as lmportant as what is

lfaternal, of c?urse, is not the only

ded and retained. Another - |mportant kind

L

f .
sed from thl% knowledge structure is affected by the

us; as wa5~underscored ‘A the “thitial part of this
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eadgng emerges as*a hhgﬁ?@ﬁcﬁmplex, intefactive process
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peksonali experiente.

N o
’

S |

R3S

ko




" References \

L. /

Durkin, D. Teaching young children to read (2nd ed.). Boston: kﬂlyn and

Bacon, Inc., 1976. . ) Lo

Gentner, D.” Evidence for the psychological reality of‘semantic compbnents: !

-

The verbs of possession. In D. A. Norman and D.-E. Rumelhart aﬁd the ¢

*
"LNR Research Group (Eds.), Explorations in cognition. San Francisco: |

/

Freqman,?1975. . ’

, PRI

. Goédman,\K. S. Reading: - K.psychclinguistic guessing game. Journal of the

1

- |

~ \
|

..-.+ 'Reading Specialist, 1967, 4, 123-]35.

- ’ °

L. ’Hugg?ﬁs; A. W. F. Timing and speech intelligibility. -In J.hRequin'(Ed.),
Attention and performanqe. New York: Academic Press, in press. ) N
) Kolers, P. A. Pattern-analyz}ng~disabflity in poor readers. Dev‘eIOpmentalL
o *Psychology, 1975,711,. 282-290. ]
v o N ‘
~ N N - ¥ . i
Levin, H., & Kapian, ﬁn L. ”Grémgatical structure and reading. In H. Levin |
and J. P. W{Ili;ms (Eds.); Basic studies-on reading. New York: Basic - 1
. . - ' 0 i ‘
' " Books, 1970. o N |
. . ¢ 5 \ ) g b ‘
* Palermo, D.,, & Malfese, D. L. Language acquisition from age fjve;onward.e 'J
: " .. Psychological Bullgtin, 1972, 78, 409-427: \
vo - —" - ¢ .
. a~ o = A . . ' N ' N ‘
Rumelhart, D. E. Toward an'interactive model of reading (CHIP Report No. 56). _ ‘
i = : . . 8
' Center for Human Information Processing, Uniyersjty'of California, San {
T -7 . ' P . N ‘ [4 “
N = s . : |
.Diego, Calif., March, 1976. Co T o,
": .‘L L} ‘Y* ' -
f ) 2 « N [J‘ |
. ,,'yl ! ) - J
. ] -
“ ;
- i ' X g * 1 » / 'P v i
14 . / \
H “ M / |
’ ¢ M » ‘/’ N “
J




~ e -~ ’ t

. . ‘ : .
’ . N g - T /
! L s . . ,/
“ CENTER FOR THE STUDY OF READING AR

READING EDUCATION REPORTS .

,k @

No..1: Durkin; D. Comprehension Instruction--Where Are You?, October 1977.

No. 2: Asher, §. R. Sex Differences in Reading Achievement, October 1977.

No. 3: aas, M. J., Anderson, R. C., & Durkin, D. Beginning Reading:
' Theory and Practice, November 1977. ] ' '

i

. W
. .
- »
. ";‘
Y .
Al ~ '
. t
- 1
.
v
3
~
)
' .
i Y
N *
“ . @ -
* v - e
. N P [N - B - »
R B . ~
% 'S . Y
& h
- - ,,v ~
= \
-~ . R - — 3 \
. ° © - . )
. ~ . . \
% A\
- Ed
hd )
« - -
s . -
- -
-
\ . -
<
. Y
~— - - y - F“
T '
-
~ .
L]
- -~ 1
/ b [
L4
’
4
. +
. *
) i
- P -
\ ¢ - o
\ ( . -
.
+ A *
- . - - .
. , \ -
’ - . .
. : , . %
v N .
“y ’ . ”
-
.
A 1
N R 4
PR . ~ \ .
L}
(\»r - ~ L4 ’
- o
[N
. .
13 \ - —
.
. - \ -~
s . -
N ]
J ¢ >
-y, * - N ~
. % - 2
LY P ~
“
- N »
- " §
- ] - LY O
. - -7 R «
% ] \a
» L3
. oy ' -
v *
T . '
D . N .
.~ e - M
.
« .

FRIC S A oL T

JAFuiText provided by enic |8 4 * . . ! - ’ - ’ wa
. RN t Lo T




